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Abstract 
A growing body of research in the field of EFL/ESL learning involves issues relevant to learners and their individual 
differences since the focus of education has shifted from teacher-directed to learner-oriented instruction in recent 
decades. This study grounded in self-efficacy and affective theories, sought to determine if a self-assessment would 
self-efficacy. The purpose of this study was to investigate the effect of a continuous self-
assessment element on the self-efficacy of undergraduate students studying English as a foreign language. All 
participants completed the English as a Foreign Language Self-Efficacy Questionnaire (SEQ) during the first week of 
the semester (i.e., pretest) and during the final week of the semester (i.e., posttest). Participants in the treatment group 
also completed weekly Self-Assessment Questionnaires throughout the semester. However, English undergraduate 
-efficacy seemed to be heightened significantly more with continuous self-assessment than without it.  
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1. Introduction  
learn a new language has been emphasized in recent years. Savignon (1983), for example, after revising 
over many studies asserted that affective variables such as attitudes,  beliefs, 
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needs, expectations, and prior experiences (McKenna et al., 1995) contribute more to foreign or second 
language learning than do aptitude, intelligence, method of teaching used in the classroom, or time spent 
learning the language (Kennedy et al., 2000, p. 279). 
with the evolution of humanistic psychology in the 1960s, when the purely cognitive theories of learning 
were rejected and the integration of cognition and affect was emphasized (Arnold & Brown, 1999). 
Affective domain has also been considered by many scholars (e.g., Clement et al., 1994) to be one of the 
main determining factors of success in learning foreign or second languages. Pajares (2000) asserts that 
what people know, the skills they possess, or the attainments they have previously accomplished are often 
poor predictors of subsequent attainments because the beliefs they hold about their abilities and about the 
outcome of their efforts powerfully influence the ways in which they behave. He contends that beliefs that 
individuals create and develop and hold to be true are vital forces in their success or failure in school. 
 
2. Self efficacy  
Self-
mastery of a particular task or activity (Bandura, 1994). It is domain specific; therefore, career decision 
self-
associated with choosing a career path (Taylor & Betz, 1983). However, application of Bandura's self-
efficacy theory to better task accomplishment is based upon the belief that self-efficacy is positively 
correlated with effective decision abilities. Psychological factors such as temperament, personality, and 
intelligence have also been found to be correlates of self-efficacy (Luzzo, 1996). 
The construct of self-efficacy is based on social cognitive theory. According to social cognitive theory, 
result (Bandura et al., 2001). For example, a person who rings a doorbell to gain entry into a building is an 
agent of the action (ringing the doorbell). Conversely, a person is not an agent if they were pushed into a 
crowd of people causing harm to someone. 
Boosted self-efficacy has be
individuals to approach situations with the assurance that they can exercise control over them, not the 
other way around (Artistico, Cervone & Pezzutti, 2003; Betz, 2004) and promote greater academic 
attainment (Pajares & Schunk, 2001). In the past, some conflicting results were found when demographic 
variables such as ethnicity and sex have been used to predict self-efficacy (Cheng, 2002; Mori, 2002). 
 
3. Self assessment 
Self assessment is defined as specific information about the learners from their own perspective, and is 
regarded as a kind of reflection about their abilities and disabilities, the progression they assume they are 
making in a course and what they have learned up to a certain moment in a course (Blanche & Merino, 
1989). 
expectations and needs, their problems and worries, how they feel about their own [learning] process, 
(p.36). Ideas for guiding student reflection (collective and individual) further increasing learning should 
include their feelings, images, thinking, and language. This may also include accomplishments, concepts, 
processes used, attitudes changed, learning, future learning, remaining misconceptions, and so forth 
(Gagnon & Collay, 2001). 
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One of the net results of accurate self-assessment according to McMahon (1999) is that it may lead 
learners to a more comfortable approach to specific material and more efficacy while performing a task 
related to it and the greater o -assessment ability to perform a task, the more likely it is that the 
learner will develop a feeling of mastery over the task. In addition, introducing students to self-assessment 
would be an efficient way to teach self-judgment and, in due course, encourage critical thinking. Ellis 
(1999) contends that knowing one's strengths and weaknesses can make a difference in the real world and 
that even in their daily lives, learners can benefit from self-assessment. 
vement in evaluating their own work (Pedersen & Williams, 
2004) are among the approaches that illustrate how new conceptions of assessment differ from traditional 
ones and are pertinent to this study. The new conceptions of assessment described bring our attention to 
formative assessment, or classroom assessment, which has a long tradition in education, but which 
educators are now questioning. 
Self- -evaluate his own skills in a particular area 
of exper -efficacy, and equip the learners 
with better self-assessment skills and it may have straight implications for language classrooms 
(Oscarson, 1997). Nevertheless, this theoretical pathway has not been explored empirically. Among the 
body of research on involving students in assessment, few research studies have investigated the role of 
individual characteristics in such assessment processes. 
A few scholars contend that a complete theoretical foundation is not in place for process-oriented 
formative assessment and they attempt to propose different conceptual frameworks that can support the 
effective use of such assessments (Yorke, 2003). Therefore, additional research about the influence of 
self-assessment exercises on self-efficacy beliefs can enhance theory by creating a new link in the model 
of self-efficacy development. This might lead to creation of specific classroom exercises can deliberately 
result in higher self-efficacy among students. If theory can be expanded in this way, perhaps the 
introduction of self-assessment tools can evolve so that they can focus more on self-efficacy development 
in the FL classroom. 
In general, the study wishes to add to the understanding of theoretical constructs related to assessment 
for learning. The study will hopefully help educators and instructional and syllabus designers adopt and 
design strategies that consider learner differences in developing assessments involving students in the 
processes. This may be useful for course design that intends to provide scaffolding for students with low 
self-
with regard to assessment strategies may also help improve the design and implementation of assessment 
processes that involve students. 
 
4. Method 
 
4.1 Sample 
The participants were mainly freshmen college students. 32 students, in two different classes, from one 
school volunteered to serve as the treatment group and 22 students, from another classroom agreed to be 
the control, creating a quasi-experimental design (pre/post, non-equivalent groups with statistical 
adjustment). All students (N=54) were from a single school district in Selcuk University, Konya, Turkey. 
Students were almost exclusively getting prepared for entering their university in different fields and 
could speak almost no other language other than Turkish, their mother tongue. 
 
4.2 Procedure  
Two questionnaires were handed out and responded to by the treatment group students (the self-
assessment questionnaire, the self-efficacy questionnaire), and two questionnaires were handed out and 
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responded to by control group participants (i.e., the self-efficacy questionnaire and the demographic 
questionnaire). For both groups the self-efficacy questionnaire was first completed and handed in during 
the first week of classes. In only the treatment group, the self-assessment questionnaires were completed 
and handed in on a weekly basis throughout the semester (i.e., eight times since the mid-term exam of the 
course). For both groups the self-efficacy questionnaire was then completed and handed in after the final 
week of classes. Overall, the study sought to see if there is any statistically significant difference between 
pretest and posttest ratings of self-efficacy among undergraduates studying English in preparatory course 
due to self-assessment exercises. 
The self-efficacy questionnaire (Mills, 2004) aimed to measure self-efficacy and  asked the students to 
rate their confidence in solving specific problems, in foreign languages and comprised of English general 
self-efficacy items scored on an 8-point Likert type scale that went from 0 (not confident at all) to 7 
(completely confident). A self-assessment questionnaire adapted from Blanche & Merino (1989) provided 
twelve questions that students should answer, covering several different aspects of the course. They 
included a variety of questions that were open-ended, yes/no, ranked, multiple-choice, scaled and short 
answer questions.  Some questions asked for details about the topics the student finds important in the past 
lessons. Some questions asked students to rate how important they believed each topic was, and how well 
they believed they could learn the topic.  The others asked the students to describe their weaknesses and 
the changes they would make to their study habits and suggestions about what they preferred the 
instruction to focus on during the following self-assessment period. 
 
5. Results and discussion 
For the entire sample the mean total combined pretest score for the last five course confidence items on 
the SEQ was 26.6 (SD = 6.7), which converts to an item average score of 5.4 (SD = 1.5). The average 
pretest score for these five course confidence items for the treatment group was 5.3 (SD = 1.4) compared 
to 5.5 (SD = 1.5) for the control group. For the entire sample, the mean total (i.e., first 35 specific items 
summed) posttest score on the SEQ was 159.2 (SD = 46.4), which converts to an item average score of 4.6 
(SD = 1.4). The average posttest score on the SEQ for the treatment group was 4.7 (SD = 1.2) compared to 
an average score of 4.6 (SD = 1.6) for the control group. These mean self-efficacy scores are similar to 
those reported by Mills (2004). She found that task-specific self-efficacy scores averaged 4.5 (SD = 1.1). 
For the entire sample population the mean total posttest scores for the last five course confidence items 
on the SEQ was 25.7 (SD = 9.1), or an item average of. 5.3 (SD = 2.0). The average posttest score for 
these five course confidence items for the treatment group was 5.0 (SD = 2.0) compared to 5.5 (SD = 2.0) 
for the control group. These mean self-efficacy scores are similar to those reported by Mills (2004). She 
found that course confidence (Grade) self-efficacy scores averaged 5.9 (SD = 1.2). Table 1 provides a 
summary of all results for the SEQ described above. 
Table 1. Summary of all results for the SEQ 
SEQ Item 
Treatment Group 
Mean/SD 
(n-32) 
Control Group 
Mean/SD 
(n=22) 
Full Sample 
Mean/SD 
(N=54) 
Specific SES Pretest Score 
Total 
Item Average 
106.2/55.7 
3.0/1.6 
142.1/49.2 
4.1/1.4 
120.7/55.8 
3.4/3.6 
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General SES Pretest Score 
Total 
Item Average 
26.0/6.7 
5.2/1.3 
27.2/7.0 
5.4/1.4 
26.5/6.8 
4.5/1.3 
Specific SES Posttest Score 
Total 
Item Average 
160.8/40.2 
4.6/1.1 
156.3/54.9 
4.5/1.5 
159.1/46.3 
4.5/1.3 
General SES Posttest Score 
Total 
Item Average 
24.9/8.9 
5.0/1.8 
26.4/9.1 
5.3/1.8 
25.5/8.9 
5.1/1.8 
 
Results for the final Self-Assessment Questionnaire (SAQ) collected during the last week of class, 
administered only to the treatment group, had a mean total score of 9.5 (SD = 1.5). These two items 
reflected how much students believed they learned in the class. The range of scores for these two SAQ 
items combined was 5.1 to 11.8. 
ANCOVA results confirmed the significant relationship between the covariate (i.e., pretest scores) and 
the dependent variable (i.e., posttest scores) (F [1,87] = 5.98, p = .02); however, the between group effect 
for posttest scores was non-significant (F [1,87] = 1.78, p = .19). Specifically, the results showed that the 
treatment group did not significantly differ from the control group on posttest scores when controlling for 
pretest scores. Thus, this analysis did not support the alternative hypothesis that self-assessment would 
result in higher self-efficacy scores at posttest compared with self-efficacy scores for the control group. 
Table 2 summarizes results of the ANCOVA. 
Table 2. Results of the ANCOVA 
Source 
 SS MS F P 
Between groups 2.98 2.97 1.77 .19 
Average pretest scores 9.70 9.70 5.79 .02 
Error 143.93 1.67   
Total 1992.81    
 
Statistical results support the hypothesis that undergraduates studying English as a Foreign Language 
who receive a weekly classroom self-assessment component for one semester likely report higher posttest 
ratings of self-efficacy than pretest ratings compared to those who do not. It is interesting that a stronger 
relationship exists between self-assessment scores and global self-
ability to perform well in the course than self-efficacy related to specific learning tasks. From theoretical 
perspective of self-efficacy, however, this finding is logical. This supports the point of view of scholars 
like Bandura (1994) who posit that motivation generates from sources internal rather than external and 
that the source of most human motivation is cognitively constructed. 
Ongoing assessment with feedback tracks progress, identifies needed modifications and unexpected 
outcomes, and identifies redundant efforts (Myracle, 2002). Plans should be made for students editing 
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others work, asking random group members to explain a problem, completing journal entries (Brooks & 
Brooks, 1999), having students teach what they learned to someone else, observing students, testing 
individually, and so forth. 
Typical paper-and-pencil tests determine whether students know the information related to a particular 
body of knowledge (Brooks & Brooks, 1993). Yet, all students do not uniformly interpret an objective 
reality at the same time and at the same level of understanding. Authentic assessment accommodates a 
wider variety of response options (Anderson and Lynch 1989), provides choices, occurs naturally in a 
meaningful context related to authentic concerns and problems, and encourages students to share what 
they have internalized and learned.  
It was hypothesized that there would be no relationship between overall positive self-assessment and 
overall negative self-assessment at the end of English as a Foreign Language learning experience and self-
efficacy. Pearson correlations for the treatment group were used to test these two hypotheses. First, 
correlations tested the association between self-assessment questionnaire, item 8, item 12, and the self-
assessment total score (i.e., two self-assessment items summed), and the average posttest self-efficacy 
score on all 35 specific SEQ items for the treatment group. Then, correlations tested the association 
between self-assessment questionnaire item 8, item 12, and the self-assessment total score, and the 
average posttest self-efficacy SEQ items for the treatment group. For the purpose of clarity, self-
ions  about how much they 
had learned in general during the previous week of the class; self-assessment item number 12 related to 
 
Results demonstrated that 
any of the two individual self-assessment items alone or to the total self-assessment score. However, 
-assessment item number 8 (r = .45, p < 
.01), self-assessment item number 12 (r = .48, p < .01), and the total self-assessment score (r = .53, p < 
.001). Table 5 shows all statistical results for the relationship between self-efficacy and self-assessment 
scores. It is noted in Table 3 that for all items a positive relationship existed between self-assessment and 
self-efficacy scores.  
Table 3. Statistical results for the relationship between self-efficacy and self-assessment scores 
Self-assessment Questionnaire 
Items Average Self-assessment scores 
   Average self-efficacy 
   Scores 
Self-assessment 8 .18             .45 
Self-assessment 12 .22            .48 
Self-assessment Total score .27            .53 
 
-assessment scores increased (i.e., students believed they knew 
more about the topics taught or learned more from the course in general), self-efficacy scores also 
increased. As self-assessment scores decreased, self-efficacy scores also decreased. But this relationship 
was only statistically significant between self-assessment scores and more global self-efficacy beliefs. 
-efficacy scores would improve significantly more from pretest to posttest if they 
engaged in self-assessment throughout the semester (i.e., the treatment group) than if they did not (i.e., the 
control group). 
There should be drawn parallels between the literature on self-efficacy and self-assessment and the 
usefulness of these ideas for understanding the foreign language classroom (Blanche & Merino, 1989, 
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Dodd, 1995; Marineau, 1999). One outcome of accurate self-assessment would be that it would lead 
learners to a more comfortable approach to specific material, and a stronger sense of mastery while 
performing a task. In essence, the gr -assessment ability to perform a task, the more likely it 
is that learners will develop a feeling of mastery over the task at hand. Although few research to date has 
-assessment activities in the FL classroom may 
ultimately prove to be a causal link in the promotion of self-efficacy. 
 
6. Conclusion 
Therefore, in line with previous research findings, this study provided further evidence to support 
Pajares (2000) argument that since they come to grip with what is clearly one of the major tasks in human 
life cycle  success or failure in school, the inner processes of students and the beliefs they create and hold 
about their capabilities must be given due attention. He also suggested that ordinary practices of schooling 
-efficacy. 
Teachers, as well as parents, therefore need to nurture healthy academic self-efficacy in their students. 
Pajares (2006) suggests that this can be done, for e  skill development 
than self-enhancement, praising what is praiseworthy, fostering optimism and a positive look on life, 
promoting authentic mastery and successful experiences, or helping students set proximal rather than 
distal learning goals. 
sources of efficacy information, because learners are reflecting on their experiences and what they did to 
succeed or not- in their learning process, thus gaining insight about how to succeed in the course. The 
long-term result of this theoretical pathway is that students may become more assertive and active in their 
own learning, and less vulnerable to setbacks when difficult learning tasks are undertaken. Therefore, 
students may persist longer not only in classroom-specific Spanish learning tasks, but perhaps also when 
learning Spanish beyond the context of the English as a FL classroom. 
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